Background: Portfolios are widely used in undergraduate health professional education, 13 however the majority of literature suggests that these are poorly received by students, in 14 terms of being an effective learning tool. Objectives: to evaluate whether the aims/purpose or 15 structure/level of standardisation/content of student portfolios influences their attitudes to and 16 perceptions of its use as a learning tool. Major Findings: Aims/purpose and structure/level of 17 standardisation/content of portfolios were analysed in relation to student responses in order to 18 determine any relationship between these. The level of information provided in the studies 19 was variable, making analysis difficult, however there appeared to be no clear link between 20 any of these factors and student responses. The interplay of level of support and guidance, the 21 time required for completion of the portfolio, and the role of assessment appear to have the 22 greatest influence on student views.
followed secondly by the process of reflection, which has been noted to be critical to the 48 success of learning through use of a portfolio. 22, 23 Finally, the inclusion of collaboration 49 recognises that although professional development is the responsibility of the individual, 50 students beginning this process need guidance, feedback and advice from more skilled and 51 knowledgeable professionals, 21 and it is suggested that this process of mentoring is the most 52 decisive factor in portfolio success. 24 Learning. 56 57 In order to consolidate the knowledge and research findings on the use of portfolios in 58 undergraduate health education, as well as to identify gaps within the research, a scoping 59 review was undertaken as part of a course of study at doctoral level. The doctoral review 60 aimed to investigate factors influencing student perceptions of and attitudes to use of 61 undergraduate portfolios in the broadest context. In order to focus the findings for this 62 publication, findings from the review will be discussed in relation to the following two 63 questions - 
121
This review included studies with a range of data collection methods. Twenty-four studies 122 used a questionnaire; some of these were postal, or students completed them in a classroom 123 and some were completed electronically. Four studies used interviews and four had a mixed 124 methodology (e.g. a combination of questionnaire and interview, or questionnaire and focus 125 groups). Three studies analysed the content of the student portfolios as their data collection 126 method, while focus groups, discussion groups, outcome measures, or presentation and 127 sharing were each used in one study. Data collection method was unclear in two studies.
128
Detail regarding the subjects of the studies was limited, with three of the 41 studies provided 129 no information about their student sample. 31, 43, 50 34 of the 41 studies provided sample sizes, 130 ranging from four 39 to 413. 44 Only three studies 32, 33, 48 provided information regarding the age 131 of their subjects; the average age of participants in these studies ranged from 25 to 28. Aims/purpose of the portfolios. 140 Only 18 of the 41 studies provided information regarding the aims or purpose of their student 141 portfolio. These fell into six categories -a collection of evidence, 29-35 a means of developing 142 reflective skills, 27, 30, [33] [34] [35] [36] to develop self-awareness and professional identity, [30] [31] [37] [38] for the 143 purpose of assessment, 30-32, 36, 38-41 a communication tool, 32, 35, 38, 42-43 and to develop students' 144 learning processes. 30-32, 35, 38, 42, 44 Overall there was a lack of standardisation of the aims 145 across the portfolios described, and a number of studies' portfolios had more than one aim. students, and although students did not value their portfolios, they could see that it had 190 prepared them for future practice regardless of its intended purpose.
191
Students whose portfolio aimed to specifically develop reflective skills, 27, 30-31, 33-36 responded 192 positively with regard to learning from practice, and the development of self-awareness, 193 reflective skills and thinking skills. These students also appeared to have fewer concerns 194 regarding the time taken to complete the portfolio.
195
Similarly, students whose portfolio aim was to meet assessment criteria, 29, 31-32, 36, 38-41 also 196 responded positively with regard to reflective and thinking skills, but also felt that the 197 portfolio enabled them to develop their professional skills and attributes, and a responsibility 198 for their own learning. Students in this group of studies were concerned about the guidance 199 given for portfolio completion more strongly than others, and this may have been because of 200 the specific focus on assessment in the aims of the portfolio. These students also reported that 201 they felt unable to be completely honest in the content of their portfolios due to it being 202 assessed. Finally, there were mixed views from students whose portfolio aim was assessment, 203 with regard to the portfolio as an assessment tool, compared with the majority of other 204 studies, where the student opinion was mainly negative.
negatively than in studies with other aims. [29] [30] [31] [32] [33] [34] [35] This is perhaps because the lack of 207 requirement for critical thinking, analysis or reflection meant students did not find the task 208 challenging. The overall lack of positive comments from student responders in these studies 209 29-35 could also suggest that the students found the creation of their portfolio unstimulating.
211
Does the structure/format or required content influence the students' perceptions of and 212 attitudes towards portfolio use? 213 As with the previous discussion, it is difficult to draw any strong conclusions regarding the 214 relationship between structure, format or content and student responses to the studies (see 215 Appendix 2). Across all formats (level of standardisation; basis, type of content required) of 216 the portfolios described in the research, the general opinion of students was negative in terms 217 of time requirements, level of guidance provided and the value of completing a portfolio.
218
Overall, semi-standardised formats received a higher proportion of positive comments, 29, 32, 36, 219 48 and standardised formats received the highest proportion of negative comments. 5, 27, 31, 33-34, 220 41-43, 47, 49-50 Semi-standardised portfolios that allowed some flexibility in terms of content or 221 format appeared to encourage students to think more deeply, 51 learn from practice, take 222 responsibility for their own development, and recognise the need for lifelong learning. 30, 32, 36, 223 48 Both standardised or semi-standardised formats did allow students to see that developing 224 their portfolios had prepared them for future CPD requirements.
225
In terms of the basis for the portfolio, those based on professional standards, 5, 27, 32, 36, 46 226 generated more positive responses to the themes than those based on either competency 227 standards, 39, 45, 47 learning outcomes, [40] [41] 44 or theoretical concepts. 35, 43 228
When analysing the content of the portfolios against the students' views, similar themes 229 arose, with no particular type of content showing specifically positive or negative comments. development of reflective skills, taking responsibility for their own learning, understanding 232 the role of lifelong learning, and being prepared for the future. Thinking skills received 233 mainly positive responses.
234
Returning to the portfolio model as described by Zubizarretta (2008) of achievement and lack of stimulation. Secondly, although the aims of only seven studies 241 required the need for reflection, the majority of studies did in fact include this element, and 242 students responded positively in all studies regarding the development of reflective skills.
243
Thirdly, the findings with regard to collaboration are limited, and so it is difficult to draw 244 firm conclusions about how student support in the portfolio-building process influences 245 whether students value their portfolios or achieve deep learning from them. Students 246 completing standardised portfolios felt restrained by having too much guidance, 5 yet not 247 enough guidance left students feeling confused about what was expected. 33, 35-36, 41, 44, 49 It is 248 also unclear whether, when answering questions about guidance, students are referring to 249 face-to-face guidance, which would be considered collaboration or mentoring, 21 or whether 250 they are referring to written instruction on how to complete their portfolio. The challenge for 251 educators appears to be creating a balance between enough guidance so that students feel 252 empowered to undertake the task without stifling their creativity, ensuring all members of the 253 course team involved in student support understand the process, the allowances for flexibility portfolio is to be assessed.
relating to students' attitudes to or perceptions of portfolios may have been missed. Only one 280 author reviewed and analysed the literature, and therefore this could have introduced bias to 281 the process. Lack of detail within the studies regarding all of the elements considered -aims, 282 purpose, structure, standardisation, content -means that conclusions have been drawn with 283 some missing information. responses within studies being mainly negative in relation to the value of the portfolio, the 296 time required to undertake portfolio work, and the guidance given related to this work.
297
Students generally reported positively in terms of development of reflective skills and being 298 more prepared for future professional CPD requirements as a result of using a portfolio.
299
While the evidence is limited regarding the three requirements of evidence collection, 300 reflection and collaboration, 21 it is proposed that even the inclusion of all three of these 301 elements does not appear to improve students' generally negative views on portfolios.
302
Despite the positive responses with regard development of reflective skills as part of using 303 their portfolios, students did not see the benefit of this, and further research should explore 304 1. Jarvinen, A., Kohonen, V. Promoting professional development in higher education 331 through portfolio assessment. Assessment and Evaluation in Higher Education, 1995;  
